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Abstract 
With a qualitative approach drawing from four focus groups, this study explored what aspects of 
preschool are valued most by 30 low-income Latino/a immigrant parents with children enrolled 
in a state-funded preschool program in Texas. Beyond the push and pull factors of necessity, 
convenience, and supply, parents reported valuing the responsiveness of schools to families’ 
needs and concerns, the provision of a safe and developmentally appropriate environment, the 
role of preschool in both care and education, the incorporation of parents within the school, and 
the school’s capacity for developing parents’ human and navigational capital. Even though 
parents saw great value in preschool preparing their children for school and helping themselves 
as parents, there was also fear and mistrust in neighborhood schools that was rooted in 


discrimination and long-term educational inequality. 


Key words: preschool; children of Latino/a immigrant parents; focus groups. 
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What Do Parents Want From Preschool? 
Perspectives of Low-Income Latino/a Immigrant Families 

The Latino/a population in the U.S. has accounted for more than half of the country’s 
population growth from 2000 to 2015 (Pew Research Center, 2016). Although many Latino/a 
children are born in the U.S., roughly 35% are born to immigrant families in which one or both 
parents are foreign-born (Pew Research Center, 2016). As a result of these changing 
demographics, the U.S. educational system has experienced a surge in the number of children 
from Latino/a immigrant families entering school for the first time. For many children of 
immigrants, however, formal schooling begins prior to kindergarten, with around six in ten 
enrolled in some form of formal early childhood education (ECE) arrangement in the year before 
kindergarten (Ansari, 2017). Such critical ECE experiences in this important population deserve 
attention (National Task Force on Early Childhood Education for Hispanics, 2007). 

Like many other parents in the U.S., Latino/a immigrant parents must navigate a wide 
array of ECE arrangements—including informal care (e.g., relative and non-relative care) or 
more formal center-based programs, like preschool—that have different implications for 
preparing children for kindergarten (Phillips et al., 2017). Unlike non-Latino/a families, 
however, Latino/a immigrant parents must navigate the ECE market while also adapting to life in 
the U.S., which poses a number of challenges and, therefore, makes this group of families 
important to study. Indeed, despite the potential academic benefits of more formal ECE 
programs, the children of Latino/a immigrant parents have been historically less likely than their 
peers to be enrolled in formal ECE (Ansari, 2017; Hernandez, Denton, & Macartney, 2007; 
Vesely & Ginsberg, 2011). Even with the rapid growth in the Latino/a population (Pew Research 


Center, 2016), why Latino/a families are less likely to enroll their children in formal ECE 
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programs has remained contested, and we have limited knowledge about parents’ experiences in 
navigating the ECE market along with the experiences of their children in ECE programs once 
they are enrolled (Crosnoe, Bonazzo, & Wu, 2015). 

To help fill in these gaps in knowledge, we situate our work within the accommodations 
model developed by Meyers and Jordan (2006) to address a set of interrelated research questions 
that have been central to contemporary issues of educational research and policy surrounding the 
care and education of children from Latino/a immigrant families. Using an interpretative 
phenomenological analysis IPA) approach—a form of qualitative analysis through which the 
researcher tries to make sense of participants’ interpretations of their own experiences (Padgett, 
2017)—1o organize and analyze four qualitative focus-group sessions with 30 low-income 
Latino/a immigrant parents of children enrolled in a single state-funded preschool program in 
Texas, we were able to elucidate information on a variety of aspects of ECE that Latino/a 
immigrant parents report valuing beyond the push-and-pull factors of necessity, convenience, 
and supply that are generally theorized as driving the selection of ECE arrangements. Studying 
the beliefs and values of parents who have already enrolled their children in ECE is an important 
empirical endeavor because doing so can help identify what factors most promote ECE 
enrollment among this population. As such, the results of this study can be leveraged for the 
development of culturally appropriate practices and policies geared toward increasing preschool 
enrollment of Latino/a children from low-income and immigrant families in the future, especially 
in conjunction with larger-scale studies that build off this exploratory one. 

The Accommodations Model of ECE Selection 
The accommodations model developed by Meyers and Jordan (2006) contends that 


parents’ decisions regarding their children’s ECE are not a fully informed choice but rather 
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reflect the different ways that parents navigate the opportunities and constraints they face as a 
result of their cultural and social contexts, individual capacities, and circumstances. In general, 
four factors are hypothesized to drive the selection of ECE arrangements: family necessity, 
family resources, broader community systems, and cultural norms and preferences. Notably, 
family necessity, resources, and community systems are more economically-oriented factors in 
the selection of ECE arrangements, whereas cultural norms and preferences speak more to the 
aspects of ECE that parents, especially those who have recently immigrated to the U.S., may 
look for above and beyond necessity, convenience, and supply. 

To begin, parents’ decisions regarding ECE enrollment is made within the broader 
context of family circumstances that reflect family necessity (e.g., maternal employment and 
work schedules) and family resources (e.g., income, social networks, and systemic connections; 
Coley, Votruba-Drzal, Collins, & Miller, 2014; Crosnoe, Purtell, Davis-Kean, Ansari, & Benner, 
2016; Singer, Fuller, Keiley, & Wolf, 1998; Vesely, 2013). These two aspects of the 
accommodations framework largely shape parents’ child care needs as well as the information 
that they have about care options. The third driver of ECE selection in the accommodations 
framework is the broader community system, which includes the local supply and demand for 
ECE and parental perceptions of these neighborhood ECE options (Meyers & Jordan, 2006). 
Greater community demand for ECE often leads to more and better options in the ECE market 
(Gordon & Chase-Lansdale, 2001). Speaking again to convenience and necessity, parents often 
select ECE arrangements that are readily available to them and meet their aforementioned needs 
(Crosnoe, Purtell et al., 2016; Coley et al., 2014; Gordon & Chase-Lansdale, 2001). As a result, 


parents may rely on informal care arrangements and forgo certain ECE arrangements like 
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preschool if there are no such options (or good options) available to them or if they are unaware 
of other ECE opportunities that they could access. 

The cultural traditions of families and their communities—the fourth factor in the 
accommodations model—can also influence individual-level processes, such as the selection of 
ECE arrangements. These processes are particularly relevant for Latino/a immigrant families 
(Meyers & Jordan, 2006). To date, much of the debate over the under-enrollment of Latino/a 
children in ECE has been attributed to parents’ desires for culturally responsive caregivers and 
cultural matches between home and school (Fuller & Garcia Coll, 2010; Garcia Coll et al., 2002; 
Sandstrom et al., 2012). Such preferences may narrow the pool of available options that Latino/a 
immigrant families have. The impact of cultural factors, however, is not restricted to parents’ 
preferences for ECE or how parents evaluate their opportunities; cultural factors also capture 
parents’ familiarity with the U.S. educational system and their knowledge of the values placed on 
their children’s ECE participation (Crosnoe, Ansari, Purtell, & Wu, 2016; Sudrez-Orozco & 
Suarez-Orozco, 2001). Ultimately, the cultural aspect of the accommodations model taps into 
parents’ preferences and knowledge, as well as how they evaluate their opportunities. 

These challenges and differences in parents’ beliefs and desires that may be rooted in 
culture are only part of the narrative. In fact, although there are racial/ethnic disparities in ECE 
enrollment (Child Trends, 2016), recent national studies have found that Latino/a families with 
young children demonstrate similar preferences as their non-Latino/a White and Black peers for 
formal ECE as opposed to informal care (Crosby, Mendez, Guzman, & Lépez, 2016; Guzman, 
Hickman, Turner, Gennetian, 2016). If these national trends hold true, then the ECE enrollment 
gap may have little to do with what Latino/a parents actually want in and value about ECE and 


have more to do with external barriers beyond their own control (Ansari, 2017; Brandon, 2004; 
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Karoly & Gonzalez, 2011; Liang, Fuller, & Singer, 2000). Reflecting these national trends, other 
researchers have found that Latina mothers are willing to make sacrifices for their young 
children to ensure their educational success, but the sacrifices they make may not be as valued in 
U.S. schools (Ramos, 2014). 
What Parents’ Value about ECE 

Although the accommodations model has identified factors that lead parents to select 
ECE or not (e.g., Coley et al., 2014; Crosnoe, Purtell et al., 2016; Miller, Votruba-Drzal, & 
Coley, 2013; Johnson, Padilla, & Votruba-Drzal, 2017)—including factors associated with 
Latino/a parents’ selection behaviors (Ansari, 2017)—how and what parents value about their 
ECE arrangement after selection occurs is less clear (for related studies see: Guzman et al., 2016; 
Vesely, 2013). In other words, parents may come to value aspects of the ECE arrangement they 
select that are above and beyond (or are different from) the factors that drove them to enroll 
their children in that particular setting. Understanding what parents perceive to be important 
features of ECE arrangements after their children are enrolled may provide a more accurate 
assessment of how parents come into contact with these programs and what aspects of these 
arrangements matter most to families in the long-run (and what they pass through to others in 
their community networks; see Crosnoe et al., 2015). Such an assessment could, in turn, support 
the development of informational interventions as a means of increasing the enrollment of 
children of Latino/a immigrants and other underserved populations. 

Given the importance of early childhood enrichment for long-term trajectories through 
the K-12 system and beyond (Heckman, 2006; Phillips et al., 2017; Reardon, 2011), one aspect 
of an ECE program that parents likely value most is how it prepares children for kindergarten 


(Clarke-Stewart & Allhusen, 2005). For various reasons, however, many parents have trouble 
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ascertaining the degree to which a child’s ECE program is meeting that goal, even if they are 
adept at figuring how that program is serving that child’s other needs (e.g., safety, well-being; 
Bassok, Markowitz, Player, & Zagardo, 2017). Despite these troubles, effective preschool 
programs are likely to share common elements that are indicative of a high-quality environment, 
namely teaching to support children’s development and learning, planning and adapting 
curriculum, and assessing children’s development (National Association for the Education of 
Young Children, 2017). To the extent that ECE programs facilitate children’s development 
(Phillips et al., 2017) and parents can accurately gauge and evaluate these different aspects of 
ECE environments, then it may very well be that what parents end up valuing is quite different 
from their accommodations used to select their children’s arrangements. 

Studying the experiences of Latino/a immigrant families also requires recognition of the 
fact that ECE programs are likely one of the very first U.S. institutions with which they have 
daily interactions and, thus, serve a crucial role in families’ lives (Clarke-Stewart & Allhusen, 
2005; Vesely, 2013; Zigler & Muenchow, 1992). That is, beyond the services for children, 
another indicator of a high-quality environment is an ECE program’s ability to establish and 
maintain positive relationships with families (National Association for the Education of Young 
Children, 2017). In order to do so, programs must be sensitive to family composition, language, 
and culture (Crosnoe, 2010; Garcia & Jensen, 2009) and must also support parents, develop their 
human capital, and help them navigate various institutions (Yosso, 2005; Vesely, Ewaida, & 
Kearney, 2013). In this way, ECE programs with a two-generation approach may help Latino/a 
immigrant parents adjust to a new culture in the U.S. Although a growing literature has found 


that these relationships are more easily established when ECE providers speak the same language 
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and are sensitive to families’ cultural backgrounds (Halgunseth, 2009; Vesely & Ginsberg, 2011), 
other nuances of this relationship-building remain unclear (Crosnoe et al., 2015). 
Study Aims and Questions 

One innovative approach to understanding what matters most to individuals on a given 
topic is interpretive phenomenological analysis (IPA), which is an emerging methodology that 
borrows from both phenomenological traditions of attending to individuals’ own interpretations 
of their lived experiences and hermeneutic traditions of translating and interpreting those 
experiences (Pietkiewicz & Smith, 2014). 

The aim of IPA is to investigate how individuals construe their experiences in a given 
context (Palmer et al. 2010) by giving voice to the things that matter most to them—through 
first-person accounts of stories, thoughts, and feelings about a given phenomenon—and by 
making sense of these matters (Larkin & Thompson, 2012; Smith, 2004). In the context of ECE 
experiences among Latino/a immigrant families, IPA has the potential to give voice to parents 
regarding what they value most about their ECE experiences so that we as researchers may 
compare parents’ expressed values with ECE driving factors laid out by Meyers and Jordan 
(2006) in the accommodations model. Thus, this study aims to build on prior research on the 
accommodations model (Ansari, 2017; Coley et al., 2014; Crosnoe, Purtell et al., 2016; Miller et 
al., 2013; Johnson et al., 2017) by addressing two research questions: how do Latino/a immigrant 
parents come into contact with ECE programs and what factors do they value in an ECE 
arrangement? 

To address these questions, we situate our work within the accommodations model 
developed by Meyers and Jordan (2006) and apply IPA to qualitative data from four focus 


groups to build and deepen that model’s insights for Latino/a immigrant parents. IPA, as opposed 
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to other forms of qualitative data analysis, is particularly suited for addressing our research aims 
in that it is focused on the ways in which participants experience a specific phenomenon—in this 
case what parents value about preschool—while also attending to the situations and conditions 
surrounding this phenomenon. Although IPA is most often used in the analysis of individual 
interview data, IPA applied to focus group data allows for the examination of (a) sensitive 
personal experiences, (b) shared understandings of these experiences among participants, and (c) 
the ways in which broader contextual factors color these experiences, which may—in turn— 
stimulate greater discussion and open up new perspectives that would otherwise not be possible 
in an individual interview setting (Bradbury-Jones, Sambrook, & Irvine, 2009). When taken 
together, focus group data is especially suited for IPA in that it encourages participants to 
become aware of or clarify their own views on a topic by listening to the views of other study 
participants (Morgan & Krueger, 1993), which can elicit more experiential reflection and 
produce greater insight on individual’s experiences (Palmer et al., 2010). And, ultimately, 
because focus groups create a safe space in which individuals with similar experiences come 
together to voice their opinions, participants from both low-income and/or minority ethnic 
communities—who might otherwise be reluctant to participate—may feel more empowered to 
share their experiences (Plaut, Landis, & Trevor, 1993; Rabiee, 2004; Wilkinson, 1998), thus 
enriching our analyses. 
Method 

Research Site and Recruitment of Participants 

Recruitment efforts began after the research team received Institutional Review Board 
approval. Parents were recruited from a state-funded preschool program—treferred to here as the 


Mariposa Early Childhood Center (a pseudonym)—to participate in this study. Mariposa, located 
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in a large city in Texas, is an early childhood dual-language program serving roughly 250 pre- 
kindergarten and kindergarten students (roughly 55% of the students were pre-kindergarteners). 
We targeted this center because: (a) it was built by the city public school system to serve as a 
demonstration program for other pre-kindergarten and kindergarten programs and teachers across 
the district; (b) its enrollees came from a large number of neighborhoods in the county; and (c) it 
was built to serve the districts most at-risk children (over 85% of families identified as Latino/a, 
nearly 60% of children identified as English Language Learners; over 95% of children were 
eligible for free/reduced lunch). For these reasons, Mariposa represents a unique opportunity to 
understand what works, what does not, and why. 

Parents were eligible to take part in the study if they were of Latino/a-origin and had a 4- 
year-old child enrolled in Mariposa during the 2015-2016 school year. They were recruited into 
the study through letters (provided both in Spanish and English) describing the study that were 
sent home with eligible children in the center and included a number to call if parents were 
interested. These letters were distributed by the parent support specialist at the program. This 
strategy resulted in a final sample of 30 Latino/a participants; 27 mothers, two fathers, and one 
grandmother who was her grandchild’s primary guardian along with her son. Although 32 
parents agreed to participate, only 30 attended a focus group. Because: (a) 29 of the 30 
participants were their child’s biological parent, we refer to them as parents for simplicity and 
(b) the center serve almost exclusively children eligible for free/reduced lunch, we classify our 
sample as low-income. 

Overall, the sample represented the parents of roughly 25% of the Latino/a pre- 
kindergarteners served at Mariposa. As shown in Table 1, participants averaged a little over 36 


years of age (SD = 7.12), and most were immigrants: 10% were born in the U.S., 80% were born 
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in Mexico, and 10% were born in another Latin American country (e.g., Honduras, El Salvador). 
Additionally, almost all participants lived with a partner (57% were married and 40% were 
cohabitating) and averaged less than a high school education (M =10.70 years of schooling; SD = 
3.32). Roughly six in 10 of the study participants (57%) were also unemployed outside of the 
home (for a breakdown of sample descriptive statistics by focus group sessions, see Table 1). 
Data Collection 

Four focus groups of 5-10 participants were conducted with parents at the Mariposa Early 
Childhood Center for 90-120 minutes between March and April of 2016. Focus groups were 
scheduled in the mornings on different days of the week to ensure focus group size and to 
accommodate parent’s schedules. At the beginning of each session, parents were provided 
consent forms that were explained verbally and read to them in their language of preference. 
Then, parents completed a paper questionnaire, provided in both Spanish (93%) and English 
(7%), that included questions about the demographic characteristics of their family, their child 
care preferences (based on questions from the Early Childhood Longitudinal Study Birth Cohort; 
Snow et al., 2009), and their children’s current child care providers (based on questions from the 
National Survey of Early Care and Education; National Survey of Early Care and Education 
Project Team, 2015). After all parents completed the questionnaires, focus group discussions 
commenced. All focus groups were conducted in Spanish by the fifth author, who was fluent in 
both English and Spanish and had prior experience facilitating focus groups. The guide for the 
focus group moderator was developed in English by the first and third author and iteratively 
edited to ensure that it was clear and concise. These materials were then translated into Spanish 


by a bilingual research assistant and back-translated into English. The fifth author who 
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moderated each of the sessions also reviewed each of these documents and edited them as 
necessary to ensure clarity and accessibility. 

Focus groups examined parents’ underlying motivations for enrolling their children in 
preschool, with focus group sessions beginning with questions asking participants to describe 
their preschool search experiences (e.g., When did you begin searching for your child’s current 
caregiver? Why did you choose this arrangement?) and discuss any challenges they experienced 
in their search for preschool (e.g., What were the specific challenges you faced in your search for 
center care or preschool? What surprised you the most when you were looking for the type of 
care you wanted ?). Focus group questions then turned to parents’ perceptions of their children’s 
current preschool arrangement as a means of capturing what parents most valued about their 
children’s preschool experiences (e.g., What role do child care programs play in preparing 
children for school? What role do parents play in preparing children for school?). Finally, these 
sessions closed with a discussion of what advice parents would give to other families who were 
starting to look for a child care or preschool program for their children as a means of capturing 
any remaining topics that were not discussed earlier in the session. Although these questions 
guided the discussions, the facilitator had flexibility to explore other topics that emerged among 
the parents. At the end of each session, participants were provided with a $25 gift card to a local 
grocery store chain to thank them for taking part in the focus group. 

Although there are various methods for determining the number of participants and focus 
groups necessary to achieve saturation, we used the repetition of themes, such that (a) no new 
themes or additional information emerged by the end of the final focus group session, (b) further 
coding was no longer feasible, and (c) there was enough information to replicate the study 


(Guest, Bunce, & Johnson, 2006; O'Reilly & Parker, 2012). The research team also employed 
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data triangulation methods through comparison of field memos from multiple research observers 
and the focus group moderator after each focus group to help determine when saturation had 
been reached (Fusch & Ness, 2015). 

Data Analysis 

IPA (Smith, 1996) adapted for facilitated focus group data (de Visser & Smith, 2007; 
Lamb & Cogan, 2016; Palmer et al. 2010) was the primary method of data analysis. Although 
IPA does not prescribe a single method for working with qualitative data, we used the traditional 
iterative IPA methodology (See Lamb & Cogan, 2016; Smith et al., 2009). 

To begin, the first and second authors performed close, line-by-line coding of a single 
focus group transcript by hand to capture the experiential claims, concerns, and understandings 
of each focus group participant (Palmer et al., 2010). After this initial coding, the first and 
second authors determined an initial set of emergent subthemes. Given this initial set of 
emergent subthemes, the first and second authors recoded the first focus group transcript and 
then continued to code the remaining three focus group transcripts using Nvivo qualitative 
coding software (QSR International, 2015). After each focus group was coded, the first and 
second authors reconvened to discuss the adaptation of addition of emergent themes. 

Next, the first and second authors interrogated the emergent themes to make relevant 
connections to form a set of superordinate themes (Lamb & Cogan, 2016; Smith & Osborn, 
2003), which were then clustered into two domains (Pietkiewicz & Smith, 2014), namely how 
parents came about enrolling their children in Mariposa and what features of the program parents 
indicated valuing in their preschool experiences. The domain of how parents came about 
enrolling their children in Mariposa included the clustered superordinate themes of (a) social 


networks, (b) cultural and community factors, and (c) responsiveness of school to family 
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necessity, resources, and supply and was deductively imposed given the original research 
questions. The domain of what features of the program parents indicated valuing in the preschool 
experiences emerged from the data and included the clustered superordinate themes of (d) 
provision of a safe, developmentally appropriate environment, (e) preschool as more than child 
care, (f) incorporation of parents within the school, and (g) the school’s capacity for developing 
parents’ navigational capital. For a list of clustered superordinate themes and accompanying 
subthemes, see Table 2. Importantly, our focus was on the emergent superordinate themes that 
resonated across each of the sessions that captured both why parents enrolled their children in 
Mariposa and what parents reported valuing about the program. We then situated these themes 
within the broader accommodations framework. 
Data Quality 

To ensure that these data were of high quality, we relied on a number of strategies for 
data collection and analyses. The first was the triangulation of investigators. A Spanish-speaking 
research assistant and the fifth author, who facilitated each of the sessions and was a native 
Spanish speaker, helped interpret the interview data and notes from a cultural perspective 
ensuring that the authors’ interpretations were accurate. This type of verification is especially 
important given that the audio recordings were professionally transcribed verbatim in Spanish 
and then professionally translated to English. As is often the case, the translation of data from 
one language to another can distort the meaning of parents’ experiences (Polkinghorne, 2005). 
Thus, this verification and triangulation helped to ensure that the data were not misinterpreted. 
Second, as part of the data analysis, each of the transcripts were independently double-coded by 
the first and second author through a central coding scheme that was based on emergent themes 


discussed above. When there were inconsistencies, the two researchers met and reached an 
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agreement on the appropriate code, resulting in 100% agreement for all codes assigned to the 
data. Finally, the first author met regularly with the third and fifth authors during the course of 
data collection and analyses to discuss what was learned during the focus group interviews with 
the parents at Mariposa as well as the interpretation of the data gathered. The third and fifth 
authors provided regular feedback regarding the first author’s interpretation of the data. 

Results 

The Latino/a immigrant parents in our study indicated a number of reasons why they 
selected the Mariposa Early Childhood Center and several aspects of the program that they 
valued. Although some themes that emerged illuminate extant components of the 
accommodations model’s driving factors for selection into ECE arrangements, several points of 
discussion extend this model in new directions. 

Parents’ Selection of Mariposa 

We begin with a presentation of the superordinate themes that referred to parents’ 
selection of Mariposa and were in line with the accommodations model. We provide direct 
quotations from the study parents in order to give voice to these themes. 

Social networks. The vast majority of the study parents reported that they relied on their 
social networks (e.g., family and friends), neighborhood institutions, and their own personal 
experiences for information about the center, which taps into the family resources component of 
the accommodations model. One parent, for example, explained how she "met a friend that had 
her daughter [at Mariposa] and would always mention this school, that it was a good school, and 
since then I decided that my son will be here at this school” (Participant 1, Focus Group 1). 

Parents reported that they also came into contact with information about the center 


through the various institutions with which they interacted. For example, parents reported 
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receiving information about the center from their other children's schools, from the local YMCA 
or other non-profit programs in which parents were enrolled, and from posters advertising the 
center outside of "the [grocery store] and in the laundromat" (Participant 3, Focus Group 1). 
These organizations geared toward providing Latino/a immigrant families with child-related 
information and services brought parents into contact with Mariposa. For example, a number of 
parents across the sessions reported having previously taken "a class to focus parents on pre-K" 
(Participant 1, Focus Group 2) sponsored by the YMCA that was located at Mariposa before 
enrolling their children in the program. In these ways, families, friends, and institutions that 
provided parents with information about the program gave legitimacy to idea of ECE, and 
Mariposa in particular, as an important and necessary part of their children’s education. 

Cultural and community factors. At the same time, the less favorable experiences of 
families and friends—as well as parents' own experiences with their older children—in other 
neighborhood schools also provided parents with valuable information that potentially steered 
them toward Mariposa. For example, a number of parents reported that they purposely avoided 
their neighborhood schools because their neighborhoods had “the worst schools” (Participant 4, 
Focus Group 2). 

Many of these feelings were rooted in the belief that the best schools with the most 
resources were in parts of the city that were inaccessible to parents at Mariposa because of 
distance (reflecting access) or their ethnicity (reflecting culture). One parent discussed another 
highly regarded ECE program in the city that had received an award for academic excellence that 
would have been an excellent place for her child. She lamented that not only was the school too 
far, but "the majority [of students there] are American" and that Latino/a immigrant families like 


hers were often tethered to the schools "where the Hispanics are that don't have a good 
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reputation" (Participant 3, Focus Group 2). Parents were cognizant of the fact that educational 
resources were distributed unequally across the city, often along ethnic lines. This recognition 
seemed to shape parents’ motivations to enroll their children at Mariposa. 

Parents similarly cited past experiences with other schools in which teachers and staff 
were disrespectful to them, which several parents attributed to discrimination; in fact, a number 
of parents noted that teachers and staff in other schools often assumed that, because they were 
Latino/a, they would not understand English. As one parent explained: 

I have gone to some [other schools where] the teachers have mocked me. I don’t know if 

it’s because we are Hispanic, but they criticize you, or they give you a mean look. 

(Participant 1, Focus Group 3). 

Thus, as outlined by the accommodations model (Meyers & Jordan, 2006), parents were driven 
away or excluded from other ECE options because of cultural and structural barriers and were 
largely enrolling their children into Mariposa as a result of the experiences of their family, 
friends, and their own encounters with schools and other larger institutional forces. 

Responsiveness to family necessity, resources, and supply. Despite the role of broader 
community constraints and social networks in their decision-making, almost all parents reported 
valuing the responsiveness of Mariposa to families’ unique sets of constraints regarding family 
necessity, resources, and supply—trepresenting several of the other driving factors in ECE 
selection as outlined by Meyers and Jordan (2006). In other words, parents potentially valued 
and were driven to enroll in ECE programs that had the ability to meet their needs. 

Transportation is a good example that illustrates the responsiveness of the school to 
parents’ needs and wants. Many of the students at Mariposa came from families without private 


cars and needed to be bused to school. Mariposa students rode a school bus that picked them up 
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from their neighborhood schools and took them to the Mariposa campus in the morning and 
returned them to their neighborhood schools for pick-up at the end of the school day. Having a 
busing system allowed families to expand their ECE options outside of their immediate 
neighborhoods, thus speaking to the supply and demand aspect of the accommodations model. 

Parents also noted that having a school bus that took their children back to their 
neighborhood schools at the end of the day was helpful because parents could pick up all of their 
children—their child who attended Mariposa and their older children who attended the 
neighborhood school—at one convenient location and at the same time. One parent explained: 

I have my son in the other school, [so] I had to make the decision to send him on the bus 

[to Mariposa] for them to bring him back on the bus, because it was a bit difficult for me 

to bring them both and for both to arrive on time (Participant 5, Focus Group 1). 
Roughly two thirds of parents reported having multiple school-aged children. The fact that 
Mariposa picked up at local schools meant that parents could drop off and pick up all of their 
children at the same time, which was important for parents whose work schedules would not 
“give them permission” to pick up children at different times during the work day (Participant 5, 
Focus Group 3). Mariposa also accommodated parents by partnering with local organizations 
like the YMCA to provide after school care for “working moms [so they could] leave their kids 
after school” (Participant 7, Focus Group 1). 

In these ways, the center was able to address family resource factors related to families 
not having personal transportation, family necessity factors related to being able to drop off and 
pick up all children at times and locations that accommodated their work schedules, and supply- 
related factors related to having child care options not limited to a family's neighborhood. 


Parents’ Experiences at Mariposa 
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Despite the various constraints experienced by families, parents reported that "even if 
[Mariposa] were far, [they'd] still come" (Participant 2, Focus Group 3) and that it was "worth it 
making the effort" sending their children to Mariposa (Participant 6, Focus Group 1). This 
overall appreciation for the center was manifest is several themes, which build and deepen the 
accommodations (Meyers & Jordan, 2006) model’s insights for Latino/a immigrant parents. 

Provision of a safe and developmentally appropriate school environment. All but 
one study parent highlighted school safety measures as essential to their satisfaction with 
Mariposa. They would often juxtapose their perceptions of their other children’s elementary 
schools with Mariposa, especially in regards to safety and developmental appropriateness. Their 
children’s other schools seemed disorganized, big, and impersonal, which led children to 
“always [feel] stress[ed] and always afraid” (Participant 2, Focus Group 3). They thought that the 
Mariposa teachers and staff, however, had many procedures in place to alleviate these concerns. 

For example, parents were extremely impressed with the security of the school and the 
school’s protocols for ensuring child safety. One parent who drove her child to and from school, 
for example, explained the procedures for picking children up from school: 

The children have a number—they put a number on their backpack. They give you a 

number...if you don’t have the paper they will not give you your child. You must prove 

that, well, that you are the parent (Participant 4, Focus Group 1). 

Another parent commented that the extent of the school's organization and attention to children 
quelled their fears about child safety: 

The number's on the back of [the] backpack with a color. And if you go by [the] truck it 

has a different color. And the phone number of the school is on it, the home phone 


number, [and] the name of the child (Participant 6, Focus Group 2). 
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Not only did parents feel more at ease with these safety measures, but so did children. Parents 
suggested that the safe environment of the school was, as a result, “a very calm environment” in 
which children felt “more secure” and was a place where they “saw more tranquility than in the 
elementary school" (Participant 1, Focus Group 3). The safety of the school was, according to 
parents, important for reducing both parent and child stress relating to school. 

Focus group parents across each of the sessions were similarly impressed by the newness 
and cleanliness of the preschool facilities and the fact that the entire campus was designed to 
address the needs of young children. For example, one parent noted that the center was “the only 
school that I have seen that is decorated and designed especially for little kids” (Participant 3, 
Focus Group 1). Parents were effusive in their praise of the fact that the school was “child- 
friendly [and] just made for kids,” (Participant 4, Focus Group 2) with everything just "their size 
[so that] everything [is] accessible for them” (Participant 3, Focus Group 1). Upon further 
reflection, however, it became clear that this aspect of the program resonated with parents 
because many were worried about bullying in other schools, whereas in Mariposa “there weren’t 
bigger kids to scare or bully their young ones” (Participant 5, Focus Group 3). For these reasons, 
parents seemed to value the center for providing the safe, developmentally appropriate 
environment to which they felt at ease sending their children. 

Preschool as more than child care. Across sessions, one key issue was how much 
parents viewed preschool as both a form of child care and an educational investment. They 
frequently discussed how they needed care that fit their schedules, but what was just as important 
was that these programs also provided their children with an enriched learning environment. 
Indeed, over two-thirds of parents reported that ECE programs played an important role in 


developing their children’s academic and socioemotional skills that they found essential for later 
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success, such as counting skills and the development of routines (e.g., early bed and rise times, 
and schedule consistency). 

For example, one mother reported that, because of preschool, she felt confident that her 
child would “not start kinder[garten] with his eyes closed” (Participant 6, Focus Group 1). This 
sentiment was not unusual; a number of parents across each of the sessions were aware of their 
children’s academic progress and frequently remarked that their children who were currently 
enrolled in preschool were considerably more “advanced” as compared with older siblings, 
cousins, and friends who had not attended preschool. Indeed, six parents across the four focus 
groups used the word "advanced" to describe their children in comparison to other children and 
to themselves when they were young children. As one mother noted: 

I'm going to tell you something. I have two children in second grade. And it's not that I 

say that school is bad, or I know that the school, well, is good, but... [my second graders] 

don't read the same as [my pre-kindergartener enrolled at Mariposa] reads... I see my 
children in second grade and I see my daughter here, and I say, ‘Such a difference, so 

much, so much.' (Participant 1, Focus Group 2). 

Parents also emphasized the socioemotional development of their children during their 
time spent at preschool. They repeatedly discussed the role of preschool in teaching children 
respect, discipline, and order—skills that, they believed, were undervalued in the U.S. 
educational system, but were skills that would set the stage for children’s long-term success. In 
response to one parent noting how children were taught that, "1f they don't like something [to] 
say ‘Stop. I don't like this'" (Participant 4, Focus Group 4), another parent added that this 


technique was a way to "handle situations without violence" (Participant 6, Focus Group 4). 
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Parents also referred to the ways in which children reinforced these skills at home. For 
example, one mother shared that her son had learned breathing techniques at school for 
managing his own emotions and: 

Makes me breathe—he makes me do it. Sometimes he sees that I am sad, or crying, or 

something, and he tells me ‘Breathe. Breathe.' He practices. They take home what they 

learn [at school] (Participant 3, Focus Group 4). 

A second parent shared that her child talked about going to a “safe place” (Participant 3, 
Focus Group 3) in the classroom when he was upset or distressed and that he would use similar 
methods at home. Other parents across the sessions echoed appreciation for the emotion 
regulation skills taught at the program and identified conflict resolution skills as particularly 
important skills that—according to parents that had experience with other settings—were not 
always taught in other ECE programs, or even during the primary grades. When taken together, 
the study parents believed that Mariposa was preparing their children for kindergarten and 
viewed preschool as being qualitatively different from child care. 

Incorporation of parents within the school. Beyond the educational opportunities 
provided to children, the vast majority of parents also seemed to value the ways in which 
Mariposa incorporated them within the program. Parent incorporation took several forms, but 
parents were most vocal about feeling welcome at the school and frequently communicating with 
their children's teachers and school staff. Respectful and frequent communication was something 
that parents wanted, received, and valued in their preschool experience that contributed to their 
comfort with and adjustment to sending their children to Mariposa. One parent explained her 


preferences for parent-teacher communication when she said, “there should always be 
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communication. You always want to know what your children are doing, how they’re doing, 
who their teacher is, and how they behave in class” (Participant 3, Focus Group 2). 

Parents reported various ways in which Mariposa teachers and staff communicated with 
parents, including by text message, by phone calls, by weekly summaries or classroom 
newsletters sent home, by email, and through Facebook groups. Parents were also encouraged to 
contact teachers if they “have a doubt [about] something, [to] not hesitate to call or send a 
message” (Participant 2, Focus Group 1). 

Above all else, parents spoke about feeling welcomed at the school, being greeted and 
respected by all staff, and being invited to participate in various activities at the center. The 
experience of feeling welcome and respected at Mariposa was in stark contrast with parents’ past 
experiences with other schools, as previously noted. For example, one parent explained that 

The personnel are very friendly with you. I have other older children, and they went to 

another school. And there, at times you passed [a staff member] and you didn’t know if it 

was a parent or if it was another teacher because [they say] nothing [to you], not even 
good morning or even how are you, nothing. And here... everyone’s very friendly, all the 

personnel (Participant 4, Focus Group 3). 

Another way in which the Mariposa program incorporated parents in the school and their 
children’s learning process was by asking parents about what they felt were skills their children 
should know or needed extra help practicing. One parent explained: 

[The teachers] give me a paper and they tell me to write on here what it is that you think 

your child needs more help with, so I wrote his name with the two last names needs a 


little more focus on... if I see that my son does not pronounce his 'S's' well, I tell them, 'I 
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need help with his pronunciations.’ [The teacher] sees what we write down and...focus[es] 

on that" (Participant 6, Focus Group 1). 

In addition to soliciting information from parents on their preferences, Mariposa staff also 
allowed parents to opt in to special types of classrooms that fit their cultural preferences and their 
children’s needs. For example, one parent mentioned that, “there are also many options. There 
are classes of only English, dual [language] classes, special education,...speech therapy. .., 
occupational therapy... it doesn’t matter the need... everyone is treated the same” (Participant 1, 
Focus Group 3). Another parent described how Mariposa staff asked parents if they wanted their 
children to learn both English and Spanish in school. In these ways, parents felt that they were 
partners in their children's education and that their children's needs—and their preferences as 
parents—were being met. One parent put it best when she said, at Mariposa, “everybody is 
involved all over” (Participant 4, Focus Group 2). 

School's facilitation of the development of navigational capital. A final reoccurring 
theme had to do with the school’s ability to assist families. All parents who participated in the 
focus groups indicated greatly valuing the role of schools in facilitating the formation of 
navigational capital, which refers to parents’ skills and abilities to maneuver through various 
institutions (Yosso, 2005)—such as the U.S. education system—and other processes like child 
rearing. The parents at Mariposa saw the school as a site at which teachers and staff "guide you, 
they help you, and if you don’t understand, they explain it to you" (Participant 1, Focus Group 
3). Parents valued the fact that they could ask for and receive resources for supporting their 
children and strengthening their own parenting practices, thus boosting their ability to navigate 


both being a parent and educating their young children. 
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Mariposa also made a concerted effort to develop parents' human and navigational capital 
by providing them with opportunities to attend school-related workshops, such as classes on 
child development and English language classes. The center often provided reading materials for 
families that they could take home to reinforce skills acquired in workshops. Over two-thirds of 
parents used such school-provided resources. For example, one parent commented that teachers 
and staff provided them with “reading classes” that "explain[ed] to [parents] how to read to [their 
children], gave [parents] books so that [they could] take it home," and helped parents develop 
“reading strategies” for reinforcing literacy skills with their children (Participant 2, Focus Group 
3). Parents who identified themselves as having limited English proficiency discussed how they 
were provided books and literacy materials in both English and Spanish so that they could 
“follow up with the books, in English and in Spanish,” regardless of whether they themselves 
spoke English (Participant 5, Focus Group 4). 

Mariposa parents placed great value on opportunities for involvement in the center and 
believed that this involvement translated into changes in their own behavior at home. For 
example, one mother remarked that, ““There are moments in which I am not sure how to talk to 
my son; they [the teachers and staff] help me here” (Participant 1, Focus Group 1). That is, 
parents largely agreed that being a parent was hard, with one parent stating the general sentiment 
that “nobody is born knowing how to be parents. So we start learning, and every child is 
different” (Participant 7, Focus Group 1). Mariposa parents seemed to value preschool for its 
ability to inform parents of what their children needed to know to be successful in schools in the 
U.S. beyond Mariposa, to give parents’ strategies for helping their children achieve that success, 
and to provide parents with childrearing advice. 


Discussion 
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This study sought to provide a more nuanced understanding of the experiences of low- 
income Latino/a immigrant families, a population that has been historically under-enrolled in 
ECE, in a publicly funded ECE program in the state of Texas (Child Trends, 2016; Magnuson et 
al., 2006). We took a qualitative approach in order to elaborate the results from existing 
quantitative literature (Greene, Caracelli & Graham, 1989), to redress some existing 
shortcomings of the early childhood literature, and to enrich the insights of the accommodations 
framework. We frame our conclusions as a discussion of the themes that emerged from the focus 
groups, which underscore the experiences of low-income Latino/a immigrant families and their 
children and adds to the literature focused on understanding why gaps in ECE enrollment exist. 

Our research questions concerned what factors parents value about their ECE 
arrangements and whether the factors that drive selection into ECE arrangements—as outlined 
by the accommodations model (Meyers & Jordan, 2006)—were the same factors that Mariposa 
parents valued in their preschool experience. The responses from parents were somewhat mixed. 
In general, however, we found that some characteristics were specific to their experiences as 
low-income families (e.g., transportation and lack of good alternatives) or as immigrant parents 
(e.g., acceptance of cultural and language diversity). In line with the work of Meyers and Jordan 
(2006), the parents who participated in our focus group sessions clearly relied heavily on their 
own social networks and other community institutions for information regarding ECE. Among 
the parents in the study, this information facilitated parents’ ECE enrollment because their social 
networks of other family and friends had strong positive impressions of the Mariposa Early 
Childhood Center. The advice parents received from their social networks represented a useful 
decision-making short-cut in the selection of ECE. Still, we must acknowledge that such a heavy 


reliance on social networks can also reduce ECE access as it may limit information for parents as 
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ECE consumers and potentially bias their views from the outset as that information is filtered 
through the cultural norms of parents’ family and friends (Meyers & Jordan, 2006). When taken 
together, however, these results appear to indicate that parents’ social networks are a powerful 
force in connecting parents with—or discouraging them from enrolling in—ECE programs and 
represent an important aspect of family resources and the accommodations model more generally 
that requires continued empirical attention. 

Similar to a number of prior studies, the Latino/a immigrant families in this community 
also experienced a combination of structural (e.g., transportation, lack of good options) and 
cultural (e.g., discrimination, unequal distribution of resources) barriers to enrolling their 
children in preschool. These barriers also reflect the basic parameters of the accommodations 
framework outlined by Meyers and Jordan (2006). Issues of diversity and persistent inequality 
pose a serious challenge for communities and, therefore, when coupled with other studies, these 
findings underscore the risk of interpreting parents’ decisions as expressions of their preferences. 
Many of the Latino/a immigrant parents who participated in our study wanted to enroll their 
children in the best early childhood programs in the community but found that those programs 
were not accessible to them. It is perhaps not surprising then that the families at Mariposa greatly 
appreciated the center’s attempts to ease these burdens. 

Across focus groups, parents feared, and had great mistrust of, neighborhood schools. 
These feelings drove their selection of Mariposa in addition to their positive evaluations of it. 
Even though the Mariposa Early Childhood Program was able to accommodate parents’ needs 
and address many of their fears, the parents in the study were apprehensive about educational 
inequality and the broader contextual factors that limited the educational opportunities for their 


young children. Parents often cited difficulties in transporting their children to and from the 
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program, but many noted that this was a sacrifice they were willing to make to ensure their 
children had high quality schooling. Accordingly, researchers, policymakers, and practitioners 
should pay much closer attention to transportation and the ways in which preschool-aged 
children get to school as a way of reducing the barriers that exist in families’ access to high 
quality ECE (see also, Gottfried, 2017). 

Beyond the push and pull factors outlined by Meyers and Jordan (2006), the Latino/a 
immigrant parents at Mariposa desired an academically and socioemotionally enriching, safe, 
and developmentally appropriate environment for their young children. The parents who 
participated in these focus groups believed that preschool was not solely about “child care” but 
also a means of preparing their children for kindergarten, both academically and emotionally. In 
addition to needing child care while they worked or went to school, parents wanted their children 
in preschool because they perceived that they would be more ready for kindergarten as a result. 
Although these findings are certainly not unique to Latino/a immigrant families (e.g., Chaudry, 
2004; Vesely, 2013; Sandstrom & Chaudry, 2012; Weber, 2011), they highlight that Latino/a 
families may be no different than their non-Latino/a counterparts in their desire for ECE. These 
findings thus speak to an ongoing debate in the literature regarding the underlying reasons why 
Latino/a parents are less likely to enroll their children in ECE than non-Latino/a families (e.g., 
Ansari, 2017; Galinsky, 1994; Radey & Brewster, 2007) and suggest that there was not a culture 
of reluctance to enroll their children in formal ECE programs. When coupled with some of the 
emerging quantitative studies in this area (e.g., Crosby, et al., 2016; Guzman et al., 2016; Lépez 
et al., 2017; Vesley, 2013), these results help to debunk some of the long-held myths and beliefs 


about what Latino/a families want from ECE programs. 
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Parents at Mariposa also valued the center's capacity for developing their own human and 
navigational capital (see also: Yosso, 2005; Vesely et al., 2013). Although these findings are in 
stark contrast to a number of quantitative studies, which suggest that some Latino/a immigrant 
families are less likely to invest in their children’s education than non-Latino/a White parents 
(Crosnoe, Ansari et al., 2016; Cheadle & Amato, 2011; Turney & Kao, 2009), they are in line 
with other qualitative work (Garcia-Coll et al., 2002; McWayne et al., 2013; Ramos, 2014; 
Vesely et al., 2013). In fact, as a result of school-sanctioned activities and resources (e.g., 
parenting workshops, English language classes), the parents at Mariposa were of the belief that 
the program accommodated their needs for both care and education for their children, along with 
support for themselves as parents as they adapted to the U.S. educational system. Showing 
parents how the family can benefit from their children’s ECE attendance can, therefore, be an 
effective recruitment strategy and bolster parents’ beliefs in the value of ECE more generally. 
When taken together, these findings suggest that the use of ECE may be one of the mechanisms 
through which immigrant families adjust to a new culture in the U.S., rather than a result of this 
adjustment. Put another way, despite the notion in the existing literature that families who have 
acculturated to the U.S. are more likely to enroll their children into ECE, what these results 
indicate is that ECE programs themselves may serve as acculturating institutions. 

From implementing a transportation system for parents with many children to providing 
children with an enriched learning environment, Mariposa successfully met many of the needs of 
its families. Perhaps most germane to the lives of Latino/a immigrant families was the center’s 
cultural responsiveness. All parents in the four focus groups emphasized the culturally competent 
resources at their disposal and the respectful teachers and staff at the center, which they found 


lacking in their neighborhood schools. At the very least, these findings suggest that, from a 
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policy and programming standpoint, we must educate and hire bilingual staff and train them to 
recognize their own beliefs and biases to honor immigrant families’ native languages and 
cultures. As U.S. schools become increasingly diverse both culturally and linguistically, 
engaging all families in the public education system will be a growing challenge that requires 
careful attention. But if schools can create environments that are empowering for minority 
families and help teachers and parents develop strength-based partnerships—like Mariposa 
had—then what these results suggest is that Latino/a immigrant families are willing to enroll 
ECE and participate in their children’s education. In underscoring the eagerness of Latino/a 
immigrant families to be involved in their children education, these results also indicate that 
administrators and researchers must think more carefully about new and culturally sensitive ways 
in which to engage these families in order to establish meaningful connections to reduce the 
discontinuities that exist between the home and school. 
Limitations and Conclusions 

Although this qualitative investigation provides insight into Latino/a immigrant families’ 
values and fears regarding ECE in the state of Texas, it also has several limitations. First, this 
investigation was based on a series of four focus group sessions with parents at a single large and 
publicly funded ECE program, which limits the transferability of the findings to other contexts. 
Despite the fact that this school serves largely Latino/a immigrant families from low-income 
neighborhoods, the experiences of these families are likely to qualitatively differ from other 
families in other ECE settings as a result of the resources available at the center. Continued 
community and research efforts are, therefore, necessary to understand families’ experiences 
across different settings and states to ensure that these pattern of results hold across larger and 


more representative samples. 
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Second, our focus groups only captured the experiences of low-income Latino/a 
immigrant families who had already enrolled their children in preschool. For a variety of reasons, 
this my restrict parents’ responses. Thus, it will also be important in future research to speak with 
parents in this community who chose to enroll their children in less formal arrangements, such as 
relative care or other informal care settings, because such empirical inquiry could provide a 
deeper understanding of the accommodations that these families require in order to enroll their 
children in formal ECE programs. As part of this effort, it is equally important to consider the 
implications of dual-language programming, as it was clear from our work that this was greatly 
valued, but we unfortunately did not have a comparison group to make contrasts. Third, one of 
the disadvantages of focus groups is that participants may feel pressure to agree with the 
dominant view of the group, and outspoken individuals may dominant the focus group 
conversations. Although the former is hard to gauge, the latter was not an issue. Relatedly, 
because focus groups are self-selecting, they may not be representative of the larger population, 
which again speaks to the importance of continued qualitative and quantitative research in this 
area. 

Fourth, this study focused on the experiences of Latino/a immigrant parents, but 
triangulating these experiences with those of teachers and staff regarding families’ experiences 
and the resources available at school is an equally important future direction, which could 
provide their perceptions of families and their strategies for recruitment. Finally, future studies 
should consider the experiences of Latino/a immigrant parents from different countries. The 
parents in this study were largely of Mexican-origin. Although a few parents were born in other 
countries, based on their similar points of discussion, it appeared that their shared histories, 


region of origin, and the uniformity with which they were often treated by schools and in their 
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communities (i.e., as “Latino/a” or “Hispanic”’) resulted in a shared identity. Parents’ points of 
discussion, therefore, did not systemically differ as a function of their countries of birth. 
However, this lack of variation as a function of country of origin may simply reflect the fact that 
our study families were largely of Mexican-origin. 

With these limitations and future directions in mind, this qualitative exploration of the 
experiences of Latino/a immigrant families in a large Texas city begins to debunk some 
longstanding myths about their desire for ECE and their engagement in their children’s 
education. These results also begin to highlight the ways in which these families connected to the 
program and how the program was successful in engaging Latino/a immigrant families in their 
children’s education. In doing so, these results helped identify the types of factors that should be 
considered in future quantitative studies that examine the enrollment gap between Latino/a 
children from immigrant homes and their non-Latino/a peers. Ultimately, the results from this 
investigation confirm that Latino/a immigrant families do value preschool and greatly value 
being involved in their children’s education; that is, there was no culture of reluctance to 
participate or be involved in their young children’s education. At the same time, however, these 
families were often restricted by access, discrimination, and the unequal provision of resources, 
all of which served as significant barriers to the types of family engagement expected by the 


mainstream U.S. educational system. 


WHAT DO PARENTS WANT FROM PRESCHOOL 34 


References 

Ansari, A. (2017). The selection of preschool for immigrant and native-born Latino families in 
the U.S. Early Childhood Research Quarterly, 41, 149-160. 
https://doi.org/10.1016/j.ecresq.2017.07.002 

Barbarin, O.A., McCandies, T., Early, D., Clifford, R.M., Bryant, D., Burchinal, M., Howes, C., 
& Pianta, R. (2006). Quality of prekindergarten: What families are looking for in 
publicly sponsored programs. Early Education and Development, 17, 619-642. 
https://doi.org/10.1207/s15566935eed1704_6 

Bassok, D., Markowitz, A. J., Player, D., & Zagardo, M. (2017). Do parents know “high 
quality” preschool when they see it. EdPolicyWorks working paper. 

Brandon, P. D. (2004). The child care arrangements of Preschool-Age children in immigrant 
families in the united states. International Migration, 42, 65-87. 
https://doi.org/10.1111/j.0020-7985.2004.00274.x 

Chaudry, A., Pedroza, J., Sandstrom, H., Danziger, A., Grosz, M., Scott, M.M., & Ting, S. 
(2011). Child care choices of low income working families (pp. 1-212). Washington, 
DC: Urban Institute. 

Cheadle, J. E., & Amato, P. R. (2011). A quantitative assessment of Lareau’s qualitative 
conclusions about class, race, and parenting. Journal of Family Issues, 32, 679-706. 
https://doi.org/10.1177/0192513X10386305 

Child Trends. (2016). Preschool and prekindergarten. Retrieved from: 
https://www.childtrends.org/?indicators=preschool-and-prekindergarten 

Clarke-Stewart, A., & Allhusen, V. D. (2005). What we know about childcare. Harvard 


University Press. 


WHAT DO PARENTS WANT FROM PRESCHOOL 3D 


Coley, R. L., Votruba-Drzal, E., Collins, M. A., & Miller, P. (2014). Selection into early 
education and care settings: Differences by developmental period. Early Childhood 
Research Quarterly, 29, 319-332. https://doi.org/10.1016/j.ecresq.2014.03.006 

Crosby, D., Mendez, J., Guzman, L., & Lopez, M. (2016). Hispanic Children’s Participation in 
Early Care and Education: Type of Care by Household Nativity Status, Race/Ethnicity, 
and Child Age. 

Crosnoe, R. (2010). Two generation strategies and involving immigrant parents in children’s 
education. Washington, DC: Urban Institute. 

Crosnoe, R., Bonazzo, C., & Wu, N. (2015). Healthy learners: A whole child approach to 
reducing disparities in early education. Teachers College Press. 

Crosnoe, R., Ansari, A., Purtell, K. M., & Wu, N. (2016). Latin American immigration, maternal 
education, and approaches to managing children’s schooling in the United States. 
Journal of Marriage and Family, 78, 60-74. https://doi.org/10.1111/jomf.12250 

Crosnoe, R., Purtell, K. M., Davis-Kean, P., Ansari, A., & Benner, A. D. (2016). The selection of 
children from low-income families into pre-K. Developmental Psychology.52, 599-612. 
https://doi.org/10.1037/dev0000101 

Cryer, D., & Burchinal, M. (1997). Parents as child care consumers. Early Childhood Research 
Quarterly, 12, 35-58. https://doi.org/10.1016/S0885-2006(97)90042-9 

De Visser, R. O., & Smith, J. A. (2007). Alcohol consumption and masculine identity among 
young men. Psychology and Health, 22, 595-614. 


https://doi.org/10.1080/1476832060094 1772 


WHAT DO PARENTS WANT FROM PRESCHOOL 36 


Fuller, B., & Garcia Coll, C. (2010). Learning from Latinos: contexts, families, and child 
development in motion. Developmental Psychology, 46, 559-565. 
https://doi.org/10.1037/a0019412 

Fusch, P. I., & Ness, L. R. (2015). Are we there yet? data saturation in qualitative research. The 
Qualitative Report, 20, 1408-1416. 

Galinsky, E. (1994). The study of children in family child care and relative care--key findings 
and policy recommendations. Young Children, 50, 58-61. 

Garcia Coll, C., Akiba, D., Palacios, N., Bailey, B., Silver, R., DiMartino, L., & Chin, C. (2002). 
Parental involvement in children's education: Lessons from three immigrant groups. 
Parenting: Science and Practice, 2, 303-324. 
https://doi.org/10.1207/S15327922PAR0203_05 

Garcia, E., & Jensen, B. (2009). Early educational opportunities for children of Hispanic origins. 
Social Policy Report, 23, 1-19. 

Gordon, R. A., & Chase-Lansdale, P. L. (2001). Availability of child care in the United States: A 
description and analysis of data sources. Demography, 38, 299-316. 
https://doi.org/10.1353/dem.2001.0016 

Gottfried, M. A. (2017). Linking getting to school with going to school. Educational Evaluation 
and Policy Analysis. Advance online publication. 
https://doi.org/10.3102/01623737 17699472 

Greenbaum, T. I. (1988). The Practical Handbook and Guide to Focus Group Research. 


Lexington, MA. 


WHAT DO PARENTS WANT FROM PRESCHOOL Bi 


Greene, J. C., Caracelli, V. J., & Graham, W. F. (1989). Toward a conceptual framework for 
mixed-method evaluation designs. Educational Evaluation and Policy Analysis, 11, 255- 
274. https://doi.org/10.3102/0162373701 1003255 

Guest, G., Bunce, A., & Johnson, L. (2006). How many interviews are enough?: An experiment 
with data saturation and variability. Field Methods, 18, 59-82. 
https://doi.org/10.1177/1525822X05279903 

Guzman, L., Hickman, S., Turner, K., & Gennetian, L. (2016). Hispanic Children’s Participation 
in Early Care and Education: Parents’ Perceptions of Care Arrangements, and Relatives’ 
Availability to Provide Care. 
Halgunseth, L. (2009). Family engagement, diverse families, and early childhood education 
programs: An integrated review of the literature. YC Young Children, 64, 56-58. 
Heckman, J. J. (2006). Skill formation and the economics of investing in disadvantaged children. 
Science, 312, 1900-1902. https://doi.org/10.1126/science.1128898 

Hernandez, D.J., N.A. Denton, & S.E. Macartney. (2007). Children in immigrant families — The 
U.S. and 50 states: National origins, language, and early education. Retrieved from: 
www.childtrends.org/ Files//Child_Trends-2007_04_01_RB_Childrenlmmigrant.pdf 

Johnson, A. D., Padilla, C. M., & Votruba-Drzal, E. (2017). Predictors of public early care and 
education use among children of low-income immigrants. Children and Youth Services 
Review, 73, 24-36. https://doi.org/10.1016/j.childyouth.2016.11.024 

Karoly, L. A., & Gonzalez, G. C. (2011). Early care and education for children in immigrant 


families. The Future of Children, 21, 71-101. https://doi.org/10.1353/foc.201 1.0005 


WHAT DO PARENTS WANT FROM PRESCHOOL 38 


Krueger, R.A. (1993). Quality control in focus group research. In D.L. Morgan (ed.). Successful 
focus groups: Advancing the state of the art. Newbury Park, California: Sage 
Publications. 

Krueger, R.A., and Casey, M.A (2009). Focus groups: A practical guide for applied research. 
Thousand Oaks, Calif.: Sage. 

Lamb, D., & Cogan, N. (2016). Coping with work-related stressors and building resilience in 
mental health workers: A comparative focus group study using interpretative 
phenomenological analysis. Journal of Occupational and Organizational Psychology, 
89, 474-492. https://doi.org/10.1111/joop.12136 

Larkin, M., & Thompson, A. (2012). Interpretative phenomenological analysis. Qualitative 
research methods in mental health and psychotherapy: A guide for students and 
practitioners, 101-116. 

Liang, X., Fuller, B., & Singer, J. D. (2000). Ethnic differences in child care selection: The 
influence of family structure, parental practices, and home language. Early Childhood 
Research Quarterly, 15, 357-384. https://doi.org/10.1016/S0885-2006(00)0007 1-5 

Lipsey, M. W., Farran, D.C., & Hofer, K.G. (2015). A randomized control trial of a statewide 
voluntary prekindergarten program on children’s skills and behaviors through third 
grade. Nasville TN: Peabody Research Institute, Vanderbilt University. 

Lopez, M., Grindal, T., Zanoni, W., & George, M. (2017). Hispanic children’s participation in 
early care and education: A look at utilization patterns of Chicago’s publicly funded 


programs. 


WHAT DO PARENTS WANT FROM PRESCHOOL 39 


Magnuson, K., Lahaie, C., & Waldfogel, J. (2006). Preschool and school readiness of children of 
immigrants. Social Science Quarterly, 87, 1241-1262. https://doi.org/10.1111/j.1540- 
6237.2006.00426.x 

McWayne, C. M., Melzi, G., Schick, A. R., Kennedy, J. L., & Mundt, K. (2013). Defining family 
engagement among Latino Head Start parents: A mixed-methods measurement 
development study. Early Childhood Research Quarterly, 28, 593-607. 
https://doi.org/10.1111/j.1540-6237.2006.00426.x 

Meyers, M. K., & Jordan, L. P. (2006). Choice and accommodation in parental child care 
decisions. Community Development, 3, 53-70. 
https://doi.org/10.1080/15575330609490207 

Miller, P., Votruba-Drzal, E., & Coley, R. L. (2013). Predictors of early care and education type 
among preschool-aged children in immigrant families: The role of region of origin and 
characteristics of the immigrant experience. Children and Youth Services Review, 35, 
1342-1355. https://doi.org/10.1016/j.childyouth.2013.04.024 

Morgan, D. L. and Krueger, R.A. (1993). When to use focus groups and why. In D.L. Morgan 
(ed.). Successful focus groups: Advancing the state of the art. Newbury Park, Calif: Sage 
Publications. https://doi.org/10.4135/9781483349008.n1 

National Association for the Education of Young Children. (2017). Ten NAEYC program 
standards. https://www.naeyc.org/our-work/families/10-naeyc-program-standards 

National Survey of Early Care and Education Project Team. (2015). Fact sheet: Who is 
providing home-based early care and education? OPRE report no. 2015-43, 
Washington, DC. Office of Planning, Research, and Evaluation, Administration for 


Children and Families, U.S. Department of Health and Human Services. 


WHAT DO PARENTS WANT FROM PRESCHOOL 40 


http://www.acf.hhs.gov/programs/opre/ resource/fact-sheet-who-is-providing-home- 
based-early-care-and-education 

National Task Force on Early Childhood Education for Hispanics (2007). Expanding and 
improving early education for Hispanics. New York: Foundation for Child 
Development. 

O’Reilly, M., & Parker, N. (2012). ‘Unsatisfactory saturation’: A critical exploration of the 
notion of saturated sample sizes in qualitative research. Qualitative Research, 13(2), 
190-197. https://doi.org/10.1177/14687941 12446106 

Padgett, D. (2017). Choosing the right qualitative approach(es). Qualitative methods in social 
work research. Thousand Oaks, Calif: Sage Publications. 

Palmer, M., Larkin, M., de Visser, R., & Fadden, G. (2010). Developing an interpretative 
phenomenological approach to focus group data. Qualitative Research in Psychology, 7, 
99-121. https://doi.org/10.1080/147808808025 13194 

Phillips, D., Lipsey, M. W., Dodge, K.A., Haskins, R., Bassok, D., Burchinal, M. R., Duncan, G. 
J... Weiland, C. (2017). Puzzling it out: The current state of scientific knowledge on 
pre-Kindergarten effects. A consensus statement. Washington, DC: Brookings 
Institution. 

Pietkiewicz, I., & Smith, J. A. (2014). A practical guide to using interpretative phenomenological 
analysis in qualitative research psychology. Psychological Journal, 20, 7-14. 

Plaut, T., Landis, S., & Trevor, J. (1993). Focus groups and community mobilization: A case 
study from rural North Carolina. Successful focus groups: Advancing the state of the art. 


Newbury Park, Calif: Sage Publications. 


WHAT DO PARENTS WANT FROM PRESCHOOL 4] 


Polkinghorne, D. E. (2005). Language and meaning: Data collection in qualitative research. 
Journal of Counseling Psychology, 52, 137-145. https://doi.org/10.1037/0022- 
0167.52.2.137 

Puma, M., Bell, S., Cook, R., Heid, C., Broene, P., Jenkins, F., ... & Downer, J. (2012). Third 
grade follow-up to the Head Start Impact Study: Final report. OPRE Report 2012-45, 
Office of Planning. Research and Evaluation, Administration for Children and Families, 
U.S. Department of Health and Human Services, Washington, DC. 

QSR International. (2015) NVivo 11 qualitative data management software. QSR International 
(UK) Limited. Retrieved from: http://www.gqsrinternational.com/default.aspx 

Radey, M., & Brewster, K. L. (2007). The influence of race/ethnicity on disadvantaged mothers’ 
child care arrangements. Early Childhood Research Quarterly, 22, 379-393. 
https://doi.org/10.1016/j.ecresq.2007.05.004 

Rabiee, F. (2004). Focus-group interview and data analysis. Proceedings of the Nutrition Society, 
63(4), 655-660. https://doi.org/10.1079/PNS2004399 

Reardon, S. F. (2011). The widening achievement gap between the rich and the poor: New 
evidence and possible explanations. In G. J. Duncan & R. J. Murnane (Eds.), Whither 
opportunity? Rising inequality, schools, and children’s life chances (pp.91—113). New 
York: Russell Sage Foundation. 

Sandstrom, H., Lindsay G., & Chaudry, A. (2012). How contextual constraints affect low income 
working parents’ child care choices. Perspectives on low-income families brief. 


Washington, DC: The Urban Institute. 


WHAT DO PARENTS WANT FROM PRESCHOOL 42 


Singer, J. D., Fuller, B., Keiley, M. K., & Wolf, A. (1998). Early child-care selection: variation 
by geographic location, maternal characteristics, and family structure. Developmental 
Psychology, 34, 1129-1144. https://doi.org/10.1037/0012-1649.34.5.1129 

Small, M. L. (2009). Unanticipated gains: Origins of network inequality in everyday life. Oxford 
University Press. 

Smith, J. A. (2004). Reflecting on the development of interpretative phenomenological analysis 
and its contribution to qualitative research in psychology. Qualitative Research in 
Psychology, 1, 39-54. 

Smith, J. A., & Osborn, M. (2007). Pain as an assault on the self: An interpretative 
phenomenological analysis of the psychological impact of chronic benign low back pain. 
Psychology and Health, 22, 517-534. https://doi.org/10.1080/14768320600941756 

Snow, K., Derecho, A., Wheeless, S., Lennon, J., Rosen, J., Rogers, J., ... & Einaudi, P. (2009). 
ECLS-B, kindergarten 2006 and 2007 data file user’s manual. National Center for 
Education Statistics, Institute of Education Sciences, US Department of Education. 
Washington, DC. 

Suarez-Orozco, C. & Suarez-Orosco, M. (2001). Children of immigration. Cambridge, MA: 
Harvard. 

Turney, K., & Kao, G. (2009). Barriers to school involvement: Are immigrant parents 
disadvantaged?. The Journal of Educational Research, 102, 257-271. 
https://doi.org/10.3200/JOER.102.4.257-271 

Vesely, C. K., & Ginsberg, M. R. (2011). Strategies and practices for working with immigrant 


families in early education programs. YC Young Children, 66, 84-89. 


WHAT DO PARENTS WANT FROM PRESCHOOL 


Vesely, C. K. (2013). Low-income African and Latina immigrant mothers’ selection of early 
childhood care and education (ECCE): Considering the complexity of cultural and 
structural influences. Early Childhood Research Quarterly, 28, 470-486. 
https://doi.org/10.1016/j.ecresq.2013.02.001 

Vesely, C. K., Ewaida, M., & Kearney, K. B. (2013). Capitalizing on Early Childhood 
Education: Low-Income Immigrant Mothers’ Use of Early Childhood Education to 
Build Human, Social, and Navigational Capital. Early Education & Development, 24, 
744-765. https://doi.org/10.1080/10409289.2012.725382 

Wilkinson, S. (1998). Focus group methodology: A review. International Journal of Social 
Research Methodology, 1, 181-203. https://doi.org/10.1080/13645579.1998. 10846874 

Yosso, T. J. (2005). Whose culture has capital? A critical race theory discussion of community 
cultural wealth. Race Ethnicity and Education, 8, 69-91. 
https://doi.org/10.1080/1361332052000341006 

Zigler, E., & Muenchow, S. (1992). Head Start: The inside story of America’s most successful 


educational experiment. New York: Basic Books. 


WHAT DO PARENTS WANT FROM PRESCHOOL 44 
Table 1. 
Sample descriptives, separated by focus group session 
te Seis Focus Group 
One Two Three Four 

Participant relationship to child 

Mother 0.90 0.90 0.89 0.83 0.83 

Father 0.07 0.10 0.00 0.17 0.17 

Grandmother 0.03 0.00 0.11 0.00 0.00 
Participant age 36.07 (7.12) 35.80 (4.71) 40.89 (8.78) 29.20(1.10) 35.00 (6.29) 
Participant marital status 

Cohabitating 0.40 0.40 0.44 0.40 0.33 

Married 0.57 0.60 0.44 0.60 0.67 

Separated/widowed 0.03 0.00 0.11 0.00 0.00 
Parent country of birth 

Mexico 0.80 1.00 0.78 0.60 0.67 

United States 0.10 0.00 0.00 0.20 0.33 

Honduras 0.07 0.00 0.11 0.20 0.00 

El Salvador 0.03 0.00 0.11 0.00 0.00 
Participant years of education 10.70 (3.32) 10.20 (2.90) 10.56 (3.57) 11.80 (4.49) 10.83 (3.25) 
Participant employment status 

Employed 0.43 0.40 0.22 0.40 0.83 

Unemployed 0.57 0.60 0.78 0.60 0.17 
Participant enrolled in class 0.10 0.20 0.11 0.00 0.00 
Number of children in the home 1.93 (0.74) 1.90 (0.74)  2.00(0.87) 2.00 (0.71) 1.83 (0.75) 
Gender of child at Mariposa 

Male 0.63 0.80 0.56 0.60 0.50 

Female 0.37 0.20 0.44 0.40 0.50 
Number of participants 30 10 9 BS) 6 


Notes. Estimates correspond to means or proportions. Estimates in brackets correspond to standard 


deviations 
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Table 2. 


Superordinate themes and subthemes 


45 


Domain 


Superordinate themes 


Subthemes 


Parents’ selection of 
Mariposa 


Social networks 


ECE experiences of family and friends 


Institutional connections 


Cultural and community factors 


Distrust of neighborhood ECE options 
Inequality of resources along ethnic lines 


Ethnic discrimination 


Responsiveness of school to family 
necessity, resources, and supply 


Having multiple school-aged children 
Transportation 


Work-related constraints 


Parents’ experiences 
at Mariposa 


Provision of a safe, developmentally 
appropriate environment 


Newness 

Cleanliness 

Designed for children 
Safety 


Preschool as more than child care 


Readying children academically 


Readying children socioemotionally 


Incorporation of parents within the school 


Feeling welcome 
Parent teacher communication 


Parent involvement 


School’s capacity for developing parents’ 
navigational capital 


Parenting resources 


Academic resources 


